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Improving reading scores and levels for students withmild disabilities is and has
been amajor concern for special educators. Researchers have noted that informal reading
inventories are the evaluation instruments that reveal first hand and specific information
about students’ reading habits. The present study utilized The Analytical Reading
Inventory and the Metacomprehension Strategy Index to assess seven students with
learning disabilities and one behavioral disordered student in answering four research
questions. The research questions are: (1) How effective are informal reading inventories
in assisting students withmild disabilities to excel? (2)What specific information do
they reveal? (3) How important is metacomprehension to the success of students with
mild disabilities in improving their reading levels? (4) How will the information help me
inmy instruction of reading? The answers and results are presented.
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In today’s classrooms all types of students are represented. Teachers are being
held accountable for the success and analysis of the reading needs of the students in
their classrooms (Roe & Wood, 1989). Teachers are faced with difficult decisions about
which instructional materials to select for students with mild disabilities (Algozinne,
Henely, & Ramsey, 1999). Researchers have stated that an informal reading inventory
is the evaluation instrument which reveals specific information about strategies students
use during reading. Special educators are concerned about how effective informal
reading inventories are in assisting students withmild disabilities to excel. They are
also concerned with how important metacomprehension strategy is to the success of
students with mild disabilities in improving their reading levels?
Purpose and Significance offile Study
The purpose of the study was to see if the Metacomprehension Strategy Index is
helpful in evaluating eight students’ knowledge of strategic reading processes with
narrative materials. The Metacomprehension Strategy Index has seven areas of
evaluation. These areas ofevaluation and their significance to the reading process are
as follows: Predicting and verifying the content of a story promotes active
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comprehension by giving readers a purpose for reading (that is, to verify predictions).
Evaluating predictions enhances the constructive nature ofthe reading process.
Previewing the text facilitates comprehension by activating background knowledge and
providing information for making predictions. Purpose setting (reading with a purpose)
promotes active, strategic reading. Self-questioning (generating questions to be
answered) promotes active comprehension by giving readers a purpose for reading,
which is to answar the questions. Drawing from background knowledge contributes to
comprehension by helping readers to make inferences and generate predictions.
Summarizing and applying fix-up strategies (summarizing the content at various points
in the story) serve as a form of comprehensionmonitoring. Suspending judgement and
reading on when comprehension breaks down represents strategic reading.
The purpose for using the Analytical Reading Inventory (ARI) was to see if it
would give the examiner an imderstanding ofhow seven students with learning
disabilities, and one student with behavior disorder, deal with print. Will the ARI
provide data ofthe students’ knowledge ofword recognition strategies, vocabulary, and
reading miscue habits when the students read orally? Will it also provide specific data
about the students reading comprehension in the areas ofMain Idea, Factual,
Terminology, Cause and Effect, Inferential, and Conclusions. Finally, will the ARI
determine the students’ four reading levels. The Independent Level is reached when a
student can read with no more than one uncorrected miscue in each 100 words and with
at least 90 percent comprehension. The Instructional Level is the level at which the
student can read no more than five uncorrected miscues in 100 words and with at least
75 percent comprehension. The Frustration level is the level where the material is too
difficult to read. Miscues exceed 10 percent and comprehension is about SO percent.
The Listening Level is sometime referred to as the hearing capacity level, the hearing
comprehension level, or the reading potential level. At this level the student can
comprehend 75 percent of the materials read aloud by the examiner. The Listening
Level provides an estimate of the student’s reading potential and becomes important
when it is compared with the instructional level.
Definition of Terms
The following terms are defined according to usage in this present study:
1. Reading. A simple definition for reading is difficult to obtain. There is no
single set definition. A broad definition, which has been greatly used, is that reading is
the bringing to and the getting ofmeaning fi'om the printed page (Rubin, 2000).
2. Diagnosis is a term derived fi'om the medical field. Diagnosis is the act or
art of identifying reding difficulties and strengths fi'om their signs and symptoms, and
diagnosis involves the investigation or analysis of the cause(s) or nature of a condition,
situation, or problem (Rubin, 2000).
3. Assessment is more than iust testing students. It is the process ofgathering
information that will enable the educator to identify specific problems and make
decisions about students (Meese, Overton, & Whitfield, 1994).
4. Informal Assessment includes wholistic measures based on authentic
content. It is relevant, interesting, functional, and acctirate. It should respect learners
4
and their differences, encourage independence, use natural language, and reveal
competence in the users. Finally, it should be open-ended and allow for variation and
modification (Barchers, 1998),
5. Strategy is skillfijl planning andmanaging ofan activity.
6. Informal Reading Invaitorv is a valuable aid in helping teachers determine
a student’s reading level and his or her strengths and weaknesses.
7. Analytical Reading Inventory examines the component parts of the task of
a reading in relationship to the whole task. It enables the examiner to discover what
strategies each student employs when reading both narrative and expository text.
8. Metacognition refers to the knowledge and control students have over
their reading and learning activities (Johns & Lenski, 1994). The term also refers to
both students’ knowledge about their own cognitive processes and their ability to
control these processes (Rubin, 2000).
9. Metacomprehension is the evaluation of students knowledge of strategic
reading processes with narrative materials.10.Behavior Disorder. Federal Law 94-142 states the following: Behavior
disorder is an inability to leam that cannot be explained by intellectual, s«isory, or
health factors; an inability to build ormaintain satisfactory interpersonal relationships
with peers and teachers. Behavior disorder is also inappropriate types ofbehavior or
feelings under normal conditions; a general, pervasive mood ofunhappiness or
depression, a tendency to develop physical symptoms, pains, or fears associated with
school problems (Alg02zine, Henely, & Ramsey, 1999).
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11. LearningDisability is a disorder in one ormore ofthe basic psychological
processes involved in understanding or in using language, spoken or written, whichmay
manifest itself in an imperfect ability to listen, think, speak, read, write, spell, or do
mathematical calciilations. The term inclvides such conditions as perceptual handicaps,
brain injury, minimal brain dysfunction, dyslexia, and developmental retardation, of
emotional disturbance, or ofenvironmental, cultural, or economic disadvantages
(Algozzine, Henely, & Ramsey, 1999).
12. Attention Deficit Hyperactivity Disorder: The Diagnostic and Statistical
Manual ofMental Disorders described hyperactivity as a symptom ofattention-deficit
hyperactive disorder (ADHD). It occurs before age seven, persists for at least six
months, and must include a subset ofvarious symptoms. The symptoms are: fails to
give close attention to details, often does not seem to listen to what is said, often fidgets
with hands or feet or squirms in seat, and often talks excessively.
13. Regular Classrooms. Students who do not receive special education
services ofany kind.
14. Resource Room (IRRL Commonly referred to as pull-out programs.
The resource room is a special education classroom located within the student’s school.
Students may spend fi'om 21 to 60 percent of their school day in a resource room
(Algozzine, Henely, & Ramsey, 1999).
15. SelfContained fSCV Located in a public school system. They are
sometimes called segregated programs because only students with disabilities are
enrolled (Algozzine, Henely, & Ramsey, 1999). Students receive themajority of then-
academics in these classrooms except for lunch and exploratory classes.
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16. Miscue is a deviation from the text and is often referred to as error pattern
analysis since both are curriculum based procedures that systematicallymeasure student
mistakes (Venn, 2000).
CHAPTER II
REVIEW OF THE LITERATURE
To be effective and responsive as reading teachers responsible for diagnosing,
providing strategies, and improving reading, wemust startwith defining reading. Many
people are involved in education: students, parents, teachers, administrators, specialists,
and textbook publishers. A total agreementmay never be obtained, but a consensus to
what reading is must be reached. A broad definition, which has been greatly accepted
and used, is “the getting ofmeaning fi’om and the bringing ofmeaning to the written
page” (Rubin, 2000). This implies that readers bring their backgrounds, their
experiences, as well as their emotions, into play (Rubin, 2000). Another way ofstating
this is to say that reading is a process by which the printed information fi'om the text
alone, with the knowledge the reader has, comes together to producemeaning.
The reading process is concerned with the affective domain, perceptual domain,
and the cognitive domain. The affective domain includes the feelings and emotional
learning that are acquired by individuals. The perceptual domain involves the
individual’s background ofexperiences and sensory receptors. Perception is defined as
giving meaning to sensations or the ability to organize stimuli on a field (Rubin, 2000).
The cognitive domain includes the area ofthinking, consisting ofobjectives ranging
fi-om complex to simple thinking.
8
Special educators assess the reading achievement of children with special needs
for several reasons (Venn, 2000). The objective of reading assessment is to provide
information for the teaching and learning process of students with special needs. The
information received from the reading assessment identifies students with reading
deficiencies or disabilities; assists in their placements; provides for their present level of
performance; aids in writing the goals and objectives for their Individualized Education
Plan; helps teachers plan instruction and intervention programs; assesses students’
progress in reading; and monitors the effectiveness ofreading programs.
The International Reading Association (1992) has developed standards for
reading professionals that include general guidelines for the assessment of reading. The
standards stress the importance of assessing reading as a necessary component of
reflective teaching and learning. The standards indicated that assessment must account
for themany complicated elements included in reading, and must encompass a variety
ofauthentic literacy tasks using a wide range of reading materials. The standards
suggested that educators use several measures ofstudents’ progress for forming
instruction, such as inventories, observations, anecdotal records, portfolio assessment,
norm and criterion-referenced tests, and journals. Finally, the standards pointed out the
need for up-to-date knowledge about the characteristic and appropriate application of
widely used and evolving approaches for assessing reading (International Reading
Association, 1992).
Standards serve as a guide formaking decisions about assessing the teaching and
learning of reading and writing sincemost reading standards are applicable to
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assessment. The complete list of standards from the International Reading Association
and the National Council ofTeachers ofEnglish (1994) are the following:
• The interests of the student are paramount in assessment.
• The primary purpose ofassessment is to improve teaching and learning.
• Assessment must reflect and allow for critical inquiry into curriculum and
instruction.
• Assessmentmust be fair and equitable.
• Assessmentsmust recognize and reflect the intellectually and socially complex
nature of reading and writing and the important roles of school, home, and
society in literacy development.
• The consequences of an assessment procedure are the first and most important
consideration in establishing the validity of the assessment.
• The teacher is the most important agent of assessment.
• The assessment process should involve multiple perspectives and sources of
data.
• Assessment must be based in the school community.
• All members of the educational conununity—students, parents, teachers,
administrators, policy makers, and the public-must have a voice in the
development, interpretation, and reporting of assessment.
• Parents must be involved as active, essential participants in the assessment
process (pp.4-5).
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Assessing reading performance should include attention to comprehension and
how the student processes words during reading. It has been found that open-ended
methods ofassessing comprehension offer amuch broader understanding of students’
comprehension thanmore traditional (though easier to score) multiple-choice
comprehension questions or even the open-ended, short-answer questions found in
many informal reading inventories (Dudley-Marling, & Rhodes, 1996). Regardless of
whatmethod of comprehension assessment we use, we must remember that the data
collected may be a partial representation ofwhat the student understands from reading
the text. Students’ responses to comprehension questionsmay partially represent their
best guesses to what they think we want to hear rather than what they really know.
There are several methods ofobtaining a comprehension performance sample,
such as: thinking aloud, interviews, and retelling. Students often use retelling when
explaining amovie they saw, a book they read, a story or joke they heard someone else
say, or when reviewing class assignments from a previous class session.
Retelling is themost common method used to assess comprehension. As you
listen to retelling, consider the impact of the context on students’ retelling. They may
feel awkward retelling a story to teachers that have already read the story. Theymay
think teachers are evaluating them, causing reluctance in providing information. To
encourage retellings, teachers canmodel their own retellings by sharing what they are
reading with students from time to time, including how what they have read relates to
personal experience (Dudley-Marling & Rhodes, 1996).
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It is often assumed that if a student is having comprehension difficulties, the
“fault” lies in the student. In fact, all readers occasionally face comprehension
difficulties that are fi'equently related to background knowledge or the text itself. Thus,
assessment should focus not only on the reader, but also on textual and situation factors
surrounding the reading (Dudley-Marling & Rhodes, 1996).
Another important aspect of assessing reading comprehension is how students
process their words while reading, traditionally known as word recognition. Since the
majority of reading involves the whole text instead ofwords in isolation, we are more
concerned with how students understand words in the process of reading whole text.
This can be examined through the use ofmiscue analysis (deviating fi'om expected
responses). Oral reading can be used to examine how students iise various cueing
systems and strategies to obtain meaning fi'om the text.
As cited by Dudley-Marling & Rhodes (1996), Kenneth Goodman coined the
more neutral term miscue to describe oral reading errors. The authors further stated that
all readers produce miscues when they read. Miscues follow a pattern that reveal a
reader’s thought and language process during reading.
Teaching reading to students with special needs should be taught the same as
teaching students in the regular education classroom. Teachers often find that students’
special needs fall into just a few broad areas. The first area concerns the needs ofpoor
readers. The second concern is students with cultural differences. The final concern is
associated with students who speak English as a second language or who speak a
nonstandard dialect ofEnglish.
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As previously stated, retelling seems to be effective at promoting text
comprehension because it requires the reader to provide a personal version ofthe text.
To come up with this personal version, the readermust think about the text in a holistic
manner, considering both its organization and important points. Good readers are
accustomed to thinking about text in this way, but poor readers are not. This is why
retelling can be a particularly effective strategy for usewith poor readers (Au & Mason,
1990).
Assessment is the process ofcollecting information. This information is
needed to document disability, to verify the need for special education services, to
monitor academic progress, and to plan instruction for students with learning problems.
Just as there aremany reasons for assessment, there are many means ofgathering this
information. The measure and procedures used depend on the purpose of assessment.
Special education assessment procedures must vary with the objective of assessment
(Kameenui & Simmons, 1990). Since the 1970s, legal and ethical assessment of
students with special needs have had an impact on education. The impact of federal
laws or assessment in exceptional education are Family and Education Rights and the
Privacy Act which guarantees access/privacy rights protection for parents and students.
The IDEA Amendment of 1997 required permission for testing (Venn, 2000).
Themost traditional approach to special education assessment is
norm-referenced testing. Student performance on a norm-referenced test shows
where a student is compared to where a student should be when comparing this
student with peers that have taken the same test.
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The purpose of traditional assessment in special education is to determine a
student’s degree ofdeviation from the norm group. This information is then used to
determine a student’s eligibility for special savices. The use ofnorm-referaiced tests
to document differences and assign categorical labels is an integral step in the
identification process of special education (Kameenui & Simmons, 1990).
Analyzing learners’ disabilities has been the state of the art in special education
(Kameenui & Simmons, 1990). The authors also state that evidence shows that this
traditional assessment approach is lacking. Educators and researchers suggest that
standardized tests are deficient in both instructional relevance and technological
adequacy. More inclusive examinations are needed to replace these instructional
inadequacies. These examinations must recognize the multiple contexts of learning that
focus on the learners.
Teachers are faced with difficult decisions about which instructional materials to
select for students with mild disabilities. When given the choice, teachers most ofien
select materials they aremost fanuliar with, have been trained to use, can find available,
and can identify with their teaching style (Algozzine, Henely, & Ramsey, 1999).
Some materials teachers use with students who have mild disabilities are those
which:
• have a logical, hierarchical sequence of instructional objectives;
• are adaptable to a variety of learning styles;
• cover the same objectives in multiple ways;
• pretest to determine where teaching should begin;
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• have a built-in evaluationmechanism for determining mastery of instructional
objectives;
• allow students to proceed at their own rate and even skip objectives they have
already mastered;
• have reinforcemait activities (Algozzine, Henely, & Ramsey, 1999).
Teachers should choose stories that contain characters that are the same age,
gender, and race as the readers. Children will bemore interested in reading stories
when they see pictures and illustrations that are representative of themselves, then-
families and friends.
Students withmild disabilities sometimes requiremodifications in materials. In
order to present content at secondary students’ reading and comprehension levels, a
teachermight code paragraphs, write information presented in textbooks, develop
chapter outlines, and so forth. This is done usingmagic markers to highlight the main
idea, topic, and specific vocabulary words or letters. Teachers can also use discarded
books and workbooks in ways thatmeet instructional needs of students.
Themajority ofchildren in special education programs are considered to have
mild disabilities. They are placed formost of the school day in either the regular
classroom or a combination of the regular classroom and the special education resource
room (IRR), or in the special education classroom (SC) for the majority of the day.
Typically, these are childr^ with learning disabilities, mild intellectual disabilities,
behavior disorders, and other health impaired problems are served through learning
disabilities classrooms and resource classrooms (Meese, Overton, & Whitfield,1994).
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The following Public Law 94.142 is the definition that formerly governedmost
services and programs for children withmild disabilities:
Specific learning disabilities means a disorder in one ormore of the basic
psychological processes involved in understanding or in using language,
spoken or written, which manifests itself in an imperfect ability to listen,
think, speak, read, write, spell, or to do mathematical calculations. The term
includes such conditions as perceptual handicaps, brain injury, minimal brain
dysfunction, dyslexia, and developmental aphasia. The term does not
include those who have learning problems which are primarily the result of
visual, hearing, ormotor handicaps, ofmental retardation, of emotional
disturbance, or ofenvironmental, cultural, or economic disadvantage.
Behavior disordermeans a condition exhibiting one ormore of the following
characteristics over a long period of time and to amarked extent, which adversely
affects educational performance:
• an inability to learn that cannot be explained by intellectual, sensory, or health
factors;
• an inability to build ormaintain satisfactory relationships with peers and
teachers;
• inappropriate types ofbehavior or feelings under normal circumstances;
• a general pervasivemood ofunhappiness or dq)ression; or symptoms or fears
associated with personal or school problems (Meese, Overton, &
Whitfield,1994).
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Behavior disorder also includes children who are schizophrenic. The term does
not include children who are socially maladjusted, unless it is determined legally that
they are seriously emotionally disturbed.
Some children with mild disabilities often exhibit attention deficits that afiTect then-
progress in the classroom. A large number of school aged children with attention
problems are also hyperactive. Attention-deficit hyperactivity disord^ is characterized
by behaviors detrimental to classroom adjustment and school achievement (Meese,
Overton, & Whitfield, 1994). These school aged childrenmay respond impulsively, not
considering all of the alternatives in solving the problems. Othersmay have problems
coming to attention and focusing to the task at hand, or having enough attention to
complete a task.
One of the primary goals of a reading program is to foster a love of reading in
students. Students who want to read and choose to read will become life-long readers.
Reading motivation is also considered to be primary/secondary because students who
are motivated to read become better readers (Johns & Lenski 1994). Making a positive
attitude towards reading and motivating students to read is a chall^ge in it self. This
must be a top priority for teachers K-12, reading specialists, diagnosticians and
administrators.
Teachers should establish a classroom library so that students with reading
problems will have easy accessibility ofbooks. Teachers that already have classroom
libraries established need to make the library a focal point that is environmentally soimd
and can provide comfortable seating for three to five students. Teachers should select
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five to six books per student, which represent various levels and genres, that organize
the books into categories and provide literature-oriented displays and props.
A student who does not like to read is usually, but not always, having difficulty
with reading. When something is difficult, there seems to be a natural tendency to
avoid or shy away fi-om it. Younger students may lack confidence in reading b«:ause
there aremany unknown words in their sight vocabulary and books. Older students,
especially those who have experienced difficulty with reading, may have a fear of
repeated failvire. In both cases, students need to experience success with reading. As
cited by Johns and Lenski (1994), in order for students to become effective life long
readers, theymust have both the skill and thewill to read. Therefore, an important role
of the teacher is to provide activities and strategies that encourage students to read.
Formany years elementary teachers used a common practice ofdividing students
into small, same-ability groups. This practice later received criticism on the grounds
that ability grouping lowers motivation and self-esteem among students with reading
problems, and often the gap betweai high and low achievers was widened. Presently,
attention has been focused on alternative grouping practices such as cooperative
learning and cross-age tutoring groups. These altanative grouping formats were
developed to help classroom teachers accommodate different students’ needs and to
avoid the negative outcomes that have been associated with the use ofability-based
reading grouping (Elbaum, Hughes, Vaughn, & Moody, 1999).
The authors also stated that the Avide spread inclusion of students with disabilities
in the general education classroom, has raised the question of the effectiveness of
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differait grouping practices for students who are often several grade levels below their
classmates in reading.
Elbaum, Hughes, Vaughn, and Moody (1999), indicate that alternative grouping
formats, particularly stud^t pairing, rq)resent an effective instructional practice for
improving reading outcomes for studrats with disabilities.
Teachers perceive peer-mediated instmction as being both feasible for instractors
and enjoyable for students. Moreover, it can yield effective outcomes for students with
disabilities in both special and general education classrooms (Elbaum, Hughes, Vaughn,
& Moody, 1999). Another reason to use peer-mediation is that it has the potential to
promote an improvement in the social relationship ofchildren. The authors state that
students with disabilities derive considerable benefit fi'om tutoring yoimger students.
These students should be given the opportunity to tutor student who are at least one
grade level below them, whaiever possible.
The Collaborative Strategic Reading Model teaches students to use comprehension
strategies while working cooperatively. Students utilizing mixed achievement levels
apply comprehension strategies while reading content area text in small groups of five
students each (Klingner& Vaughn, 1998).
The goals ofCollaborative Strategic Reading are to improve reading
comprehension and increase conceptual learning in ways that maximize students’
involvement. Developed to enhance reading comprehension skills for students with
learning disabilities and students at-risk for reading difficulties, it has also produced
positive outcomes for average and high achieving students (Klingner & Vaughn, 1998).
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Teachers who have used the Collaborative Strategic Reading have liked what
happens in their classrooms. Once the students learn the strategies, they can use them in
cooperative learning groups. The teachers have also enjoyed the demonstrated gains the
students have made on their reading tests. Another positive aspect of the Collaborative
Strategic Reading is that it can be used in the general education classroom where
students with disabilities are receiving instruction as well as in the special education
setting.
The term metacognition means the knowledge students have about their own
cognitive processes and their ability to control these processes. Rubin (2000) sated that
students used good monitoring strategies, whereby they established learning goals for an
instructional activity, determined the degree to which these are being met, and, if
necessary, changed the strategies being used to attain the goal. The author also says
they have the metacognitive abilities that make them active consumers of information.
The "‘what to do” includes strategies such as: outlining and note taking,
identifying the main idea, applying test taking techniques, repeating information,
organizing new information for easy remembering, forming association and images, and
using mnemonics. The “how and when” includes strategies such as: deciding how to
apportion time and effort, checking to see ifyou understand, testing stratigies,
predicting outcomes, planning the nextmove, evaluating the effectiveness ofan attempt
at a task, and revising or switching to other strategies to overcome any difficulties
encountered. To put it simply, good readers are good thinkers.
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In today’s classroom all types of students are represented. Theymay be talented
students who are reading far ahead oftheir peers, or who are experiencing difficulties.
They may be students who have always had reading problems, students who may be
encoimtoing problems as the assignments becomemore difficult, and students who are
consistently per%ming in the average range. Teachers are being held accountable for
the success and analysis of the reading needs of the students in their classrooms, as well
as an explanation ofwhat can be done to make learning easier. Because students’
success in school depends upon their ability to deal with print, teachers should know as
much as possible about how the students in their classrooms, reading labs, and gifted
programs contend with written text (Roe & Wood, 1989)
Roe and Wood (1989) stated that an informal reading inventory is the evaluation
instrument that reveals firsthand information about students’ coping strategies as they
read the kind of text used in the classroom. Informal reading inventories revealed
specific information such as the strategies students used to understand, to cope with
materials at different levels, and to recognize words. Without this information it is very
hard for teachers to feel confident inmaking everyday classroom decisions intended to
provide meaninghil instruction. Without this information communication for parents,
other teachers, and administrators concerning the nature ofstudents’ reading behaviors
caimot be provided.
An informal reading inventory is given in a one to one observation and response
style. The informal setting provides a more relaxed and natural environment in which
to obtain data. The IRI provides information on how the student processes text and how
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the reader deals with print. The strategies students use to deal with print is referred to as
coping strategies. The term reading inventory then becomes meaningful, as it refers to
an inventory ofcoping strategies used by a reader to decode, and most importantly, to
comprehend the material read each day at school. It is this type ofspecific information
that teachers find valuable to support decisions about instruction (Roe & Woods, 1989).
An informal reading inventory (IRI) is probably one ofthemost valuable
diagnostic aids because of the amount of information it can convey to perceptive
teachers who know how to use it to its best advantages (Rubin, 2000).
One important function ofan IRI is to help the teacher determine the child’s level
of independence, instructional, and fixistration. This information is needed to make the
correct choice ofbooks that are to be read by the student. Another function of an IRI is
to help the teacher learn the student’s strengths and weaknesses so that a proper reading
program can be established. Informal Reading Inventories can also give feed back to
the student about his or her reading behavior. As the level ofreading difficulties
increase, the reader becomes aware ofhis or her appropriate reading level. This helps
the student recognize his or her word recognition and comprehension strengths and
weaknesses. Student awareness of a problem is a vital factor in helping the student
overcome the difficulty or difficulties (Rubin, 2000).
The independent level is the highest level at which an individual can read and
meet the criteria for desirable reading behavior in oral and silent situations. At this level
the reader should be successful without any assistance, and should be able to answer
comprehension questions both literal and interpretive at 90 p^cent accuracy.
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The instructional level is the level at which teaching is done. This level should not
be too easy or too hard for boredom and frustration to come into play. For literal and
interpretive comprehension questions, while reading silently or orally, aminimum score
of75 percent should be obtained by the reader. The reader should also be able to
pronounce the running words with 95 percent accuracy.
Reading researchers/specialists have indicated that the frustration level is to be
avoided; however, it can be useful for teachers to know so they can avoid giving reading
materials to students at this level. When the reader is able to only pronounce 10 percent
of the words in the oral reading passage, and only scores 50 percent or less when
answering literal or interpretive questions for silent or oral reading, the frustration level




The participants in this study included eight adolescent males who were being
taught in a self-contained learning disabilities classroom and part of a team composed
of learning disabilities, behavior disorders, and other health impaired served through
learning disabilities. All of the participants were students atWoodlandMiddle School
in East Point, Georgia. Seven students were identified as learning disabled, and one
student identified as behavior disordered. Identification and placement were consistent
with federal law.
The Weschler Intelligence Scale for Children (WISC) or theWeschler Intelligence
Scale for Children-Revised (WISC-R) given by the school psychologist was used for
evaluation. The school district’s criteria for placement were as follows: academic
achievement in writing, arithmetic, or spelling that was one and one-half standard
deviations below the student’s level of intellectual functioning; a disorder in one or
more ofthe basic psychological processes including visual, auditory, motor, or language
processes; a learning problem, which was not due primarily to other handicapping,
conditions; an inability to learn that cannot be explained by intellectual, sensory, or
health factors; an inability to build ormaintain satisfactory relationships with peers and
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teachers; the ability to show any inappropriate types ofbehavior or feelings under
normal circumstances; a general pervasive mood ofvinhappiness or depression; or
symptoms of fears associated with personal or school problems.
Three of the participants received speech and language as their secondary
disabilities with learning disabilities as their primary disability. The one behavior
disorder, and one previously with behavior disorders but now labeled learning disabled,
have Attention Deficit Hyperactivity Disorder as a secondary disability and are
receiving medication.
Four of the participants were enrolled in the ei^di grade, and the other four
participants were enrolled in the seventh grade. One of the seventh graders was
Caucasian, one was biracial (Caucasian/Hispanic), one was Hispanic, and the other one
was African American. All four eighth graders were African American.
Instrumentation 1
The Metacomprehension Strategy Index was utilized as one of the assessment
instruments in the present study. Its purpose is to help teachers in the middle and upper
grades evaluate students’ knowledge of strategic reading process with narrative
materials. The instrument has 25 statements with fourmultiple-choice answers to
choose from. The statements begin with the following: before I begin reading, it’s a
good idea to; while I’m reading, it’s a good idea to; and after I’ve read a story it’s a
good idea to.
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There was a scoring and interpretation key. The answers are broken down into six
item clusters. The item clusters are as follows; Predicting and Verifying, Previewing,
Purpose Setting, Self-Questioning, Drawing from Background Knowledge, and
Summarizing and Apply Fix-up strategies. Of the 25 statements, specific numbers
where placed imder the six item clusters.
Procedure
I reproduced enough copies of the Metacognitive Strategy Index for each student.
The evaluation ofall participants convened as a group in a self-contained classroom. I
read the directions, demonstrated and explained how the stud^ts should mark their
answers. They were told to raise their hands if they needed help with pronouncing
words. When they finished, they were told to turn their papers over on their desks and
put their pencils down.
I checked the papers using the scoring and interpretation key. A tally sheet for
each cluster was utilized. After checking all of the students’ papers, I then tallied all of
the tallymarks under each item cluster, thus gettingmy end results.
Instrumentation 2
The Analytical Reading Inventory Fourth Edition is the s«x)nd instrument used in
this study. The development of a third edition of the Analytical Reading Inventory took
place over a two-year period that included writing, field-testing, computer analyses, and
several revisions of the thirty originally written passages. One of the objectives was to
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prepare original narrative writings that weremotivational for both girls and boys and
also nonsexist in nature. A considerable amount ofeffort was used to leam about the
reading interest of children at varying grade levels. The situations depicted in the
passages are actions and events that relate to children’s feelings so that theymay
perceive ho- or himself in the situation andmaintain empathywith the main character.
The passage topics were carefully selected to appeal to both boys and girls.
Procedure
The students were tested separately. Each student was given a vocabulary list that
was the same as the examiner’s. There was a book separating the students’ copy from
the examiner’s copy. Items were marked appropriately on the examiner’s copy when a
miscue was presented. The students pronounced words until they missed five
consecutive words. If the five consecutive words happened at the begiiming ormiddle
of the twenty words, the examiner would let them continue vmtil they completed that
particular list. After their grade level was determined for word recognition according to
the directionsmanual, the examiner knew what grade level to start than reading the
narrative passages. Their copies only had the narrative passages, the examiner’s copy
had both the reading passages and the comprehension questions. The examiner asked
students the questions and waited for their responses. The examiner’s copies had
several suggestions for possible answers. If the student didn’t give enough information,
the examiner asked probing questions to getmore specific answers. If their answers
didn’t come close to the possible answers, they were coimted wrong. If some students
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missed several questions, I asked them to retell the story. A complete retelling included
a listing of the characters, a description of the characters, or both. It included reference
to the time and setting of the passage, if applicable. It also included a description of the
plot or events told according to the author’s sequence and logic; and finally, a
summarization of the main idea. If the student missed two of the four parts of the
retelling, the examiner then asked the students to describe what the passage was about
in one or two short sentences. If the retelling included some of themisinformation firom
the comprehension questions, I could then count this passage as independent or
instructional. If it didn’t supply enough information, I would then count it at a lower
grade level.
After completing all of the evaluations and recording their responses on their
Student Record Summary Sheet, themanual was utilized to obtain numerical scores.
Some of the information recorded was the percentage ofwords correct fi^om the word
list. Entrance of the reading level according toWord Recognition (WR),
Comprehension, and Listening Comprehension, plus estimated grade level ofnarrative





Woodland Middle School, whose mission is to provide opportunities and
experiences in a nurturing environment for students to become responsible individuals,
independent thinkers, productive citizens, and lifelong learners, serves approximately
1,128 students from the Tri-Cities (College Park, East Point, and Hapeville) area in
grades 6-8. A staffofhighly competent, dedicated administrators, coimselors, and
educators welcome change as an opportunity for advancement and innovation. Of the
88 certified staffmembers, 50% hold a bachelor degrees, 39.7% hold master degrees,
8% a specialist degree, and 2.3% hold a doctoral degree. Last year’s faculty
participated in 6.228 hours of staff development.
Woodland’s student population is comprised of80.9% Afiican Americans, 8.4%
Hispanic, 6.4%White, 3.3 Asian, and 1.0% aremulti-racial. The community is
majority Afiican American (65%), with a high percentage of the youth and adult
population with an average age of35 years. The median income is $27,666 with 17% of
households in poverty. The labor force participation rate is 81% with service jobs
comprising the highest employment level at 35%. Current reports by the State
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Department ofLabor show both College Park and East Point posting vinemployment
rates of4.9%. Single family housing is heavily concentrated in north central East Point
and northern College Park. East Point’s single family hotising concentration is 75%,
College Park’s is 33% and Hapeville’s is 60%. Thirty percent ofpersons above age 25
are non high school graduates.
Woodland is an English to Speakers ofOther Languages (ESOL) center school
and has a school-wide Title I Program. Seventy four percent of the students receive free
lunch and an additional 8.9% receive reduced lunch. Over 60% of the students live in a
single parent home and an estimated 10% live in a forced family arrangement. When
compared to other middle schools in Fulton Coimty,Woodland has a highmigratory
rate of30.9%. Woodland’s resource program serves approximately 148 students in the
areas ofbehavior disorders, learning disabled, intellectual disabled, and gifted. Student
performance on the Iowa Test ofBasic Skills in the areas ofreading and mathematics
has not shown significant improvement in the past three years. The 1998 percentile
scores at the seventh and eighth grades were: reading comprehension, 7* -34, 8* - 32;
and mathematics, 7* - 30, 8* -36. On the 1998 Georgia Writing Test, the eighth grade
students’ mean scaled score was 186. In the school year 1997-98 Woodland’s
attendance rate was approximately 91%. On average, tho-e are approximately 20
students tardy each day.
For a number ofyears. WoodlandMiddle School has shown a decline in out-of¬
school suspensions (OSS) as well as in-school suspensions (ISS). Ehuing the 1994-95
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school year students were suspended a total of2,878 days OSS and 1,112 days ISS.
This number fell to 2,364 days OSS and 933 days ISS in 1995-96. The 1996-97
statistics also show a decline with 1,918 days OSS and 471 days ISS. In 1997-98 there
were 1,217 days OSS and 1,020 days ISS. While this improvement is commendable,
these numbers are still significantly higher than our best disciplinary year, 1989-90,
when there were only 1,098 days OSS and 364 days ISS.
Though faced with what might seem to some insurmoxmtable obstacles. Woodland
Middle School has seenmany of its dreams come to fiuition. Three multi-aged teams,
composed ofsixth, seventh, and eighth grade students, have been formed to address a
variety of student needs. All self-contained classrooms, RAP, also served sixth,
seventh, and eighth grade students and was initiated to meet the needs of students who
have been retained in the lower grades orwould benefit fi'om an alternative classroom
setting.
The reading program. At Promise, serves the needs of sixth, seventh, and eighth
grade students reading two ormore years below grade level. Each classroom now has
access to at least one computer to support die instructional program, and the school is
wired for limited Internet access for the year 2000. A mathematics lab has been
established and is equipped with computers, appropriate software, manipulatives, and
other educational technology to support the instructional program. Teachers and
students also have access to a language arts lab where reading and writing instruction is
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augmented through the use of a Versa Audio system and computers for word
processing.
The administrative and teaching staff throughout the year promotes academic
achievement collaborative. Assembly and student recognition programs are held to
encourage acadanic excellence atWoodland. A student incentive program commaiced
in the spring of 1998 as anothermeans of fostering excellence. The high ideals of
service and achievement are demonstrated to the students through organizations such as
Woodland’s Civil Air Patrol program, the only one of its kind in the state ofGeorgia.
All of these efforts are geared toward helping Woodland provide positive growth
experiences for its students.
Results ofMetacomprehension Strategy Index
Under the category ofPredicting and Verifying, “Before the examiner begins
reading, it’s a good idea to...:” One student said he looked up all the big words in the
dictionary. Five students said they used the title and pictures to help them make guesses
about what will happra in the story. All students said, while I’m reading, it’s a good
idea to read the title to see what the story is going to be about. Seven students said they
check to see if their guesses are right or wrong. All students said they made a lot
guesses about what is going to happen next. All students said they tried to see if their
guesses were going to be right or wrong. One student said after he had read a story, it’s
a good idea to think about what will happen next in the story.
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Under the category ofPreviewing, four students said before they begin reading,
they thought it was a good idea to look at the pictures to see what the story is about.
Nine students thought it was a good idea to read the title to s^ what the story is about.
Under the category ofPurpose Setting, five students said before they begin
reading, it’s a good idea to decide on why they are going to read the story. Four
students indicated that it was a good idea to use their questions and guesses as their
reasons for reading the story. Only two students indicated that after they had read a
story, it was a good idea to check to see if they met their purpose for reading the story.
Under the category ofSelf-Questioning, six students revealed that before they
begin reading, it was a good idea to ask themselves questions that they would like to
have answered in the story. All eight students concluded that while they were reading it
was a good idea to check to see if they could answer any of the questions they asked
before they started reading. Six students agreed that while they were reading it was a
good idea to try to answer the questions they asked themselves.
Sununarizing and Applying Fix-up Strategies is the last category in the
Metacomprehension Strategy Index. Three students indicated that while they were
reading, they thought it was a good idea to check to see if the story is making sense by
seeing if they can tell what’s happened so far. Six stud^ts thought it was a good idea
to stop to retell the main points to see if they understood what has happened. Only two
thought it was a good idea to check to see if they skipped any vocabulary words. Four
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students said after they had read a story, it was a good idea to retell the main points of
the whole story so that they could check to see if they understood it.
Individual Results
K.S. answered four out seven for Predicting and Verifying, one out of two for
Previewing, two out ofthree for Purpose Setting, two out of three for Self-Questioning,
zero out of six for Drawing from Background Knowledge, and zero out of four for
Summarizing and Applying Fix-Up Strategies. K.S. areas ofstrength are Predicting and
Verifying, Previewing, and Self-Questioning. His weaknesses are in the area ofPurpose
Setting, Drawing from Background Knowledge, and Summarizing and Applying Fix-
Up Strategies.
D.V. answered three out seven for Predicting and Verifying, two out of two for
Previewing, one out of three for Purpose Setting, two out of three for Self-Questioning,
two out of six for Drawing from Background Knowledge, and one out of four for
Summarizing and Applying Fix-Up Strategies. His area of strength is Previewing. His
areas ofweaknesses are Predicting and Verifying, Purpose Setting, Self-Questioning,
Drawing from Background Knowledge, and Summarizing and Applying Fix-Up
Strategies.
T.F. answered five out of seven for Predicting and verifying, two out of two for
Previewing, three out of three for Purpose Setting, three out ofthree for Self-
Questioning, five out of six for Drawing from Background Knowledge, and one out of
four for Summarizing and Applying Fix-Up Strategies. His strengths are in the areas of
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Previewing, Piupose Setting, Self-Questioning, and Drawing from Background
Knowledge. His weakness is Summarizing and Applying Fix-Up Strategies.
A.M. answered four out of seven four Predicting and Verifying, one out of two for
Previewing, zero out ofthree for Piupose Setting, two out ofthree for Self-Questioning,
foiar out of six for Drawing from Background Knowledge, and two out of four for
Smnmarizing and Applying Fix-Up Strategies. His areas of strengths are Predicting and
Verifying, Previewing, Self-Questioning, Drawing from Background Knowledge, and
Summarizing and Applying Fix-Up Strategies. His weakness is in the area ofPxupose
Setting.
J.M. answered two out of seven for Predicting and Verifying, one out of two for
Previewing, zero out of three for Piupose Setting, two out of three for Self-Questioning,
one out of six for Drawing from Background Knowledge, and one out of four for
Summarizing and Applying Fix-Up Strategies. His strengths are in the areas of
Previewing, and Self-Questioning. His weaknesses are Predicting and Verifying,
Purpose Setting, Drawing from Background Knowledge, and Summarizing and
Applying Fix-Up Strategies.
C.M. answered two out of seven for Predicting and Verifying, one out of two for
Previewing, one out of three for Purpose Setting, one out ofthree for Self-Questioning,
three out ofsix for Drawing from Background Knowledge, and one out of four for
Summarizing and Applying Fix-Up Strategies. His strengths are Previewing, and
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Drawing from Background Knowledge. His weaknesses are Predicting and Verifying,
Purpose Setting, Self-Questioning, and Summarizing and Applying Fix-Up Strategies.J.O. answered three out of seven for Predicting and Verifying, zero out of two for
Previewing, one out ofthree for Purpose Setting, one out of three for Self-Questioning,
three out of six for Drawing from Background Knowledge, and one out of four for
SuiTunarizing and Applying Fix-Up Strategies. His strength is Drawing from
Background Knowledge. His weaknesses are Predicting and Verifying, Previewing,
Purpose Setting, Self-Questioning, and Summarizing and Applying Fix-Up Strategies.K.F. answered one out of seven for Predicting and Verifying, one out of two for
Previewing, one out of three for Purpose Setting, three out of three for Self-Questioning,
two out of six for Drawing from Background Knowledge, and zero out of four for
Summarizing and Applying Fix-Up Strategies. His strengths are Previewing, and Self-
Questioning. His weaknesses are Predicting and Verifying, Purpose Setting, Drawing
from Background Knowledge, and Summarizing and Applying Fix-Up Strategies.
Individual number ofcorrect answers per category and individual percentages per
category are shown in Table 1. The means, standard deviations, the overall percentages
and means, the weighted percentages and means, instructional levels and means are also
distributed in Table 1. Finally, an analysis of the ova-all instruction, weighted
instruction and their sums along with the correlation coefficients of the overall
instruction and weighted instruction can be found in Table 1.
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TABLE 1








KS 14-1 4 1 2 2 0 0
DV 14-5 3 2 1 2 2 1
TF 14-1 5 2 3 3 5 1
AM 13-7 1 1 0 2 4 2
JM 12-5 2 1 0 2 1 1
CM 13-2 2 1 1 1 3 1
JO 13-1 3 0 1 1 3 1
KF 12-4 1 1 1 3 2 0
The percentages correct for each student per category, and the mean and standard
deviation per category are presented in Table 2.
The data indicate that the students scored a mean of 37.5% with a 0.2 standard
deviation for Predicting and Verifying. They scored a mean of 56.2% with a standard
deviation of 0.3 in the category ofPreviewing. Under the category ofPurpose and
Setting, a mean score of37.5% with a standard deviation 0.3 was obtained. The Self
Questioning category had a mean of66.7% and a standard deviation of0.2 produced by
the students. The students scored a mean of41.7% with a standard deviation of0.2 in
the Background Knowledge category. In the final category. Summarizing and Applying















KS 57.1% 50.0% 66.7% 66.7% 0.0% 0.0%
DV 42.9% 100.0% 33.3% 66.7% 33.3% 25.0%
TF 71.4% 100.0% 100.0% 100.0% 83.3% 25.0%
AM 14.3% 50.0% 0.0% 66.7% 66.7% 50.0%
JM 28.6% 50.0% 0.0% 66.7% 16.7% 25.0%
CM 28.6% 50.0% 33.3% 33.3% 50.0% 25.0%
JO 42.9% 0.0% 33.3% 33.3% 50.0% 25.0%
KF 14.3% 50.0% 33.3% 100.0% 33.3% 0.0%
Mean 37.5% 56.2% 37.5% 66.7% 41.7% 21.9%
STD 0.2 0.3 0.3 0.2 0.2 0.1
Results ofAnalytical Reading Inventory
The following information is the results received from the Analytical Reading
Inventory. The information is taking from the Student Record Summary Sheet. The
individual student results are:
K.S. - percentage ofwords correct from the word list are 100 percent from Primer
through second grade, 90 percent in third grade, 80 percent in fourth grade, and 55
percent in fifth grade. The following are his results from the graded passages. His
\
1
reading levels for word recognition are: independent level is third grade, instructional
level is from fourth to fifth grade, and his fiustration level is at the sixth grade. For
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comprehension his reading levels are: independent level is a the fourth grade level,
instructional level is at the fifth to sixth grade, and fiiistration level is at the seventh
grade. Finally, his listening level is between seventh and eighth grade. During oral
reading he had difficulties with substitutions, consonant clusters, and short vowels. The
only question missed during the reading comprehension was due to terminology. His
estimated reading levels are: independent fi"om fourth to fifth, instructional fi'om fifth to
sixth, finstration is seventh grade, and listening level is from seventh to eighth grade.
D.V. - percentage ofwords correct from the word list are 100 percent correct from
Primer to second grade, 95 percent at the third grade, 85 percent at the fourfti grade, and
70 percent at the fifth grade. His reading levels from the graded passages are presented.
For word recognition his independent level is between the third and fourth grade,
instructional level is at the fifth grade, and his finstration level is at the sixth grade. In
comprehension his independent level is at the fifth grade, instructional level is at the
sixth grade, and his fiustration level is at the seventh grade. His listening level is
seventh to the eighth grade. His oral reading difficulties are substitutions, and single
consonants. His comprehension difficulties dealt with cause and effect. His estimated
reading levels are: independent fourth through fifth grade, instructional fifth through
sixth grade, frustration seventh grade, and listening from seventh to eighth grade.
T.F. - percent ofwords correct from the word list are 100 percent from primer
through third grade, 95 percent in the fourth grade, 85 percent in the fifth grade, and 60
percent in the sixth grade. The following are his results from the graded passages. His
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reading levels for word recognition are: independent level is fourth grade, instructional
level is fifth grade, fhistration level is sixth grade. For comprehension his reading
levels are: independent level is fifth grade, instructional level is fi*om sixth to seventh
grade, fiiistration level is eighth grade, and his listening level is fi'om eighth to ninth
grade. During oral reading he had difficulties with substitutions, with pronoimcing
words ending with ed, short vowels, and syllabication. His comprehension difficulties
resulted from one-missed factual questions. His estimated reading levels are:
independent fi'om fourth to fifth grade, instructional fi’om sixth to seventh, fiiastration
eighth, and listening fi'om eighth to ninth.
A.M. - percent or words correct fi'om the word list are 100 percent form Primer to
third grade, 90 percent in fourth grade, 80 percent in fifth grade, and 60 percent in the
sixth grade. His reading levels for word recognition are: independent level is fourth
grade, instructional level is fifth grade, and his fhistration level is sixth grade. For
comprehension his independent level is fifth grade, instructional level is fi’om sixth to
seventh grade, fi^lStration level is eighth grade, and his listening level is from eighth to
ninth grade. During oral reading he had difficulties with substitutions, and words
ending with ed. The words he asked help with pronouncing consisted of consonant
clusters. In reading comprehension the difficulty resulted fi’om a missed factual
question. His estimated reading levels are: independent firom fourth to fifth grade,
instructional firom fifth to sixth grade, firistration fi-om sixth to seventh grade, and
listening from eighth to ninth grade.
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J.M. - percentage ofwords correct from the word list are; 100 percent from
Primer to second grade, 80 percent in third grade, and 50 percent in fourth grade. The
following are the results from the graded passages. For word recognition he reading
levels are: independent level is second grade, instructional level is third grade, and
fitistration level is fourth grade. His reading comprehension levels are: independent is
third grade, instructional is foiulh grade, and frustration is fifth grade. His listening
level is from fifth to sixth grade. His oral reading difficulties consist of substitutions,
consonant clusters, short vowels, and vowel digraphs. His only missed question during
reading comprehension dealt with terminology. His final estimated reading levels are:
independent from second to third grade, instructional from third to foxarth, fimstration is
fifth, and listening is from fifth to sixth grade.
C. M. - percentage of correct words from the word list are 100 percent from
Primer to first grade, 85 percent for second grade, and 60 percent for third grade. The
following are the results from the graded passages. His word recognition reading levels
are; independent is first grade, instructional is second grade, and fiiistration is third
grade. His comprehension levels are: independent is second grade, instructional is third
grade, and fi^lstration is fourth grade. His listening level is fourth to fifth grade. His
oral reading difficulties are substitutions, consonant clusters, short vowels, and basic
sight words. Surprisingly, he had no reading comprehension difficulties. He answered
all the questions correctly at the second grade level. His estimated reading levels are:
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independent from first to second grade, instructional from second to third grade,
fixistration is fourth grade, and listening from fourth to fifth grade.J.O. - percentage of correct words from the word lists are 90 percent at the Primer
level, 80 percent at the first grade, and 40 percent at the second grade. His reading
levels from the graded passages are presented. For word recognition his independent
level is primer, instructional level is first grade, and fiiistration level is second grade.
He didn’t attempt to answer any of the comprehension questions, so no grade levels can
be determined. His oral reading consist of omissions, substitutions, inattention to
punctuation, single consonants, consonant clusters, long vowels, short vowels, vowel
digraphs, and basic sight words. His estimated reading levels are: independent is
primer, instructional is first, fiiistration is second, and his listening level is from second
to third.K.F. - percentage ofwords correct from the words list are 100 percent at primer
level, 90 percent at first grade, 75 percent at second grade, and fiiistration at third grade.
His reading levels for the graded passages are presented. For word recognition his
independent level is first grade, instructional level is second grade, and finistration level
is third grade. In comprehension his independent level is first grade, instructional level
is second, fioistration level is third. During oral reading his difficulties include
omissions, substitutions, single consonants, consonant clusters, short vowels,
syllabication, and basic sight words. His estimated reading levels are: independent is
from first to second grade, instructional is from second to third grade, frustration is
fourth grade, and listening is fifth grade.
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The percentages of correct words from primer through sixth grade are located in
Table 3. The results from the graded passages that determined the individual reading
levels for word recognition and reading comprehension are shown in Table 4. Finally,
the overall reading levels for listening, independent, instructional, and fiiistration are
distributed in Table 5.
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TABLES
ANALYTICAL READING INVENTORY VOCABULARY LIST
Primer 1st 2nd 3nJ 4* 5* 6*
KS 100 100 100 90 80 55 -
DV 100 100 100 95 85 70 -
TF 100 100 100 100 95 85 60
AM 100 100 100 100 90 80 60
JM 100 100 100 80 50 “ -
CM 100 100 85 60 - - -
JO 90 80 40 — — -
KF 100 90 75
TABLE 4
WORD RECOGNITION AND COMPREHENSION GRADE LEVELS
Word Recognition Comprehension
IND INST FRUST IND INST FRUST
KS 3 4.5 6 4 5.5 7
DV 3.5 5 6 5 6 8
TF 4 5 6 5 6.5 8
AM 4 5 6 5 6.5 8
JM 2 3 4 3 4 5
CM 1 2 3 2 3 4
JO P 1 2 — ~ --




IND INST FRUST IND
KS 7.5 4.5 5.5 7
DV 7.5 4.5 5.5 7
TF 8.5 4.5 6.5 8
AM 8.5 54.5 5.5 6.5
JM 5.5 2.5 3.5 5
CM 4.5 1.2 2.5 4
JO 2.5 P 1 2
KF 5 1.5 2.5 4
Null Hypothesis
To determine if the Metacomprehension Strategy Index is helpful, a Regression
Model Correlation Coefficient was used to measure the strength of the relationship
between the Metacomprehension Index and the Instructional Level obtained from the
Analytical Reading Inventory.
The null hypothesis is that the Metacomprehension Strategy Index is not an
effectivemeasure of a stud^t’s knowl^ge and utilization of strategic reding process.
To test the null hypothesis the following assumptions were made.
The Analytical Reading Inventory (4* ed.) effectively measures a student’s
instructional reading levels.
Effective knowledge and utilization of strategic reading processes positively
affect a student’s instructional reading level. (Students who better utilize
strategic reading process should read at a greater instructional level). Given the
above assumptions, thwe should be a positive relationship (correlation)
between performance on the Metacomprehension Strategy Index and the
instructional grade level as shown in Table 6.
The test shows a positive linear relationship between performance on the
Metacomprehension Strategy Index (MCSI) and instructional levels as
measured by the Analytical Reading Inventory. There is a 70% correlation
between the avCTage score (as measured by the percentage ofquestions correct
on the MCSI) and the instructional level. This correlation increases to 81%;
however, whenmore weight is distributed evenly throughout all areas of the
index, it diminishes the weight given in areas with more questions as shown in




PERFORMANCE ON THE MCSI AND INSTRUCTIONAL GRADE LEVEL
Overall % -Mean Weighted% -Mean INST -Mean
KS 36.0% -0.05 40.1% -0.03 5.5 -1.44
DV 44.0% 0.03 50.2% 0.07 5.5 1.44
TF 76.0% 0.35 80.0% 0.36 6.5 2.44
AM 40.0% -0.01 41.3% -0.02 5.5 1.44
JM 28.0% -0.13 31.2% -0.12 3.5 -0.56
CM 36.0% -0.05 36.7% -0.07 2.5 -1.56
JO 36.0% -0.05 30.8% -0.13 1.0 -3.06
KF 32.0% -0.09 38.5% -0.05 2.5 -1.56
Mean 41.0% 43.6% 4.1
STD 0.1 0.1 1.8
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The resvilts of the present study answered the questions ofhow important
metacomprehension is to the success of students with mild disabilities in improving
their reading levels. It also answered the question ofhow this informationwill help the
examiner in the instruction of reading.
As a group, under the category ofPredicting and Verifying, only one ofeight
students said after reading a story, they thought it was a good idea to think about what
will happen next. This is an area that the examiner could work with all students on
improving. Under the category ofPreviewing, only halfof the students thought it was a
good idea to look at the pictures to see what the stoiy is about. This is an area that the
examiner can include inmy introduction to reading a story. This will also add meaning
and purpose to the student for reading. In the category ofPurpose Setting, halfof the
students said it was a good idea to \ise their questions and guess as their reason for
reading. The examiner can include the questions at the end ofa chapter inmy
introduction to reading lessons to promote better purpose setting, comprehension, and to
strengthen self-questioning skills. Under Summarizing and Applying Fix-up Strategies,
only halfof the students thought it was a good idea to retell themain points of the
whole story. Researchers have already proved the importance ofretelling to
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comprehension. The examiner could add retelling in the conclusion of the reading
lessons by having the students retell the main points of the story either verbally or in
writing. This will also reinforce themain idea and it’s supporting facts, as well as
reinforce sequencing of events. On an individual basis, it provided the examinerwith
each student’s strengths and weaknesses. This information will aidme in setting up
groups according to selected objectives during cooperative learning time.
The research questions that addressed the effectiveness of Informal Reading
Inventories, and the specific information they present, were also answered. The
Analytical Reading Inventoiy provided independent, instmctional, and fiustration levels
for word recognition and comprehension. It provided information about students’
knowledge ofvocabulary and word recognition strategies.
It presented inefficient reading habits and the types ofmiscues student canmake
while reading orally. The types ofmiscues presented are: omission, insertions,
substitutions, repetitions, and reversals. Also the number ofaid words, improper
hesitations, and inattention to punctuation can be presented.
The ARI provided specific word recognition difficulties such as; single
consonants, consonant clusters, long vowels, short vowels, vowel digraphs, diphthongs,
syllabication, use of context, basic sight, and grade level sight. This information will
aid in grouping or teaching the whole class in phonics.
It provided specific difficulties of comprehension questions such as: main idea,
factual, terminology, cause and effect, inferential, drawing concliisions, and retelling.
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This information can also assist me in grouping and setting objectives for reading
comprehension lessons. Finally, it provided me with an overall estimation of
independent, instructional, frustration, and listening levels.
This study had some limitations that should be noted. The limitations of this
study are as follows:
1. The sample size only included eight students.
2. All of the subjects were males.
3. The results were limited to only students with learning disabilities and
behavior disorders.
4. No comparisons to other groups were conducted.
Though there were limitations to the present research, this study answered the research
questions and provided valuable information for the instruction of a reading program. It
also provided necessary tools and strategies for helping students with mild disabilities to






To help teachers in themiddle and upper grades evaluate students' knowledge of strategic
reading processes with narrative materials.
Administration
1. Reproduce enough copies of the "Metacognitive Strategy Index” for students.
2. Explain how students should mark their answers (see directions on the index).
3. Have students read and answer the items silently. If students' reading abilities are
believed to interfere with their performance, read the questions and possible answers
aloud to students.
Scoring and Interpretation1.Score the Metacomprehension Strategy Index by using the following key.
1. C 6. B 11. D 16. B 21. C
2. A 7. B 12. A 17. A 22. B
3. B 8. A 13. C 18. A 23. C
4. C 9. C 14. B 19. D 24. D
5. A 10. C 15. D 20. A 25. A
2. Total the students' responses that indicate metacomprehension strategy awareness and
interpret the results both quantitatively and qualitatively. Use the results in conjimction
with your observations and other sources of information.
3. The six item clusters shown here may be used informally. Use extreme caution in
interpreting the clusters, because they can be highly unreliable.
■ Predicting and Verifying
Predicting the content ofa story promotes active comprehension by giving readers
a pmpose for reading (that is, to verify predictions). Evaluating predictions and
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Previewing the text facilitates comprehension by activating backgrmmd knowl^ge
and providing information formaking predictions.
Items: 2,3
■ Pmpose Setting
Reading with a purpose promotes active, strategic reading.
Items: 5, 7,21
■ Self-Questioning
Generating questions to be answered promotes active comprehension by giving
readers a purpose for reading (that is, to answer the questions).
Items: 6,14,17
■ Drawing from Backgroimd Knowledge
Activating and incorporating information from background knowledge contributes
to comprehension by helping readers to make inferences and generate predictions.
Items: 8,9,10,19,24,25
■ Summarizing and Applying Fix-up Strategies
Summarizing the contait at various points in the story saves as a form of
comprehensionmonitoring. Rereadingor suspendingjudgmait and reading onwhen
comprehension breaks down represents strategic reading.
Items: 11,12,20,22
■ Refer to the original article for frulher information on the construction, use, and
interpretation of the index.
Adapted from Schmitt, M.C. (1990). A questionnaire tomeasure children’s awareness of strategic
reading processes. The Reading Teacher. 43(7), 454-461.
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Directions: Think about what kinds of things you can do to help you understand a
story better before, during, and after you read it. Read each ofthe lists
of four statements and decide which one of them would help you the
most. There are no right answers. It is just whatyow think would help
themost. Circle the letter ofthe statement you choose.I.In each set of four, choose the one statement
which tells a good thing to do to help you
understand a story better before you read it.
1. Before I begin reading, it’s a good idea to:
A. See howmany pages are in the story.
B. Look up all of the big words in the
dictionary.
C. Make some guesses about what I think
will lumpen in he story.
D. Think aboutwhat has happened so&r in
the story.
2. Before I begin reading, it’s a good idea to:
A. Look at the pictures to see what the
story is about.
B. Decide how long it will take me to read
the story.
C. Sound out the words I don’t know.
D. Check to see if the story is making
sense.
3. Before 1 begin reading, it’s a good idea to:
A. Ask someone to read the story to me.
B. Read the title to see what the story is
about
C. Check to see ifmost of the words have
long or short vowels in them.
D. Check to see if the pictures are in order
and make sense.
4. Before I begin reading, it’s a good idea to:
A. Check to see that no pages are missing.
B. Make a list of the words I’m not sure
about
C. Use the title and pictures to help me
make guesses about whatwill luqjpen in
the story.
D. Read the last sentence so I will know
how the story ends.
5. Before I begin reading, it’s a good idea to:
A. Decide on why I am going to read the
story.
B. Use the difficultwords to helpmemake
guesses about what will happen in the
story.
C. Reread some parts to see if I can figure
out what is hi^pening if things aren’t
making sense.
D. Ask for help with the difficult words.
6. Before I begin reading, it’s a good idea to:
A. Retell all of the main points that have
happened so fiir.
B. Ask myself questions that I would like
to have answered in the story.
C. Think about the meanings of the words
which have more than onemeaning.
D. Look through the story to find all of the
words with three or more syllables.
7. Before I begin reading, it’s a good idea to:
A. Check to see if I have read this story
before.
B. Use my questions and guesses as a
reason for reading the story.
C. Make siue I can pronounce all of the
words before I start.
D. Think ofa better title for the story.
8. Before I begin reading, it’s a good idea to:
A. Think ofwhat I already know about the
things I see in the pictures.
B. See how many pages are in the story.
C. Choose theb^t part ofthe story to read
again.
D. Read the story aloud to someone.
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A. Practice reading the story aloud.
B. Retell all of the main points to make
sure I can remember the story.
C. Think ofwhat people in the storymight
be like.
D. Decide ifI have enough time to read the
story.10.Before I begin reading, it’s a good idea to:
A. Check to see if I am understanding the
story so far.
B. Check to see if the words have more
than one meaning.
C. Think about where the story might be
taking place.
D. List^ of the important details.
n In each set of four, choose the one
statementwhich tells a good thing to do to
help you understand a story better while
you are reading it.11.While I’m reading, it’s a good idea to:
A. Read the story very slowly so that I will
not miss any important parts.
B. Read the title to see what the story is
about
C. Check to see if the pictures have
an)^thing missing.
D. Check to see ifthe story ismaking sense
by seeing if I can tell what’s happened
so far.12.While I’m reading, it’s a good idea to:
A. Stop to retell the main points to see if I
amunderstandingwhat has happened so
far.
B. Read the story quickly so that I can find
out what heq>pened.
C. Read only the beginning and the end of
the story to find out what it is about.
D. Skip the parts that are too difficult for
me.
13. While I’m reading, it’s a good idea to:
A. Look all of the big words up in the
dictionary.
B. Put the book away and find another one
if things aren’t making sense.
C. Keep thinking about the title and the
pictures to helpme decide what is going
to h^pen next.
D. Keep track of how many pages I have
left to read.
14. While I’m reading, it’s a good idea to:
A. Keep track ofhow long it is taking me
to r^ the story.
B. Check to see if I can answer any of the
questions I asked before I started
reading.
C. Read the title to see what the story is
going to be about.
D. Add the missing details to the pictures.15.While I’m reading, it’s a good idea to:
A. Have someone read the story aloud to
me.
B. Keep track of how many pages I have
read.
C. List the story’s main character.
D. Check to see ifmy guesses are right or
wrong.16.While I’m reading, it’s a good idea to:
A. Check to see diat the characters are real.
B. Make a lot of guesses about what is
going to luq>pen next.
C. Not look at the pictures because they
might confuse me.
D. Read the story aloud to someone.17.While I’m reading, it’s a good idea to:
A. Try to answer the questions I asked
myself.
B. Try not to confuse what I already know
with what I’m reading about.
C. Read the story silently.
D. Check to see if I am saying the new
vocabulary words correcfiy.
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18. While I’m reading, it’s a good idea to:
A. Try to see ifmy guesses are going to be
right or wrong.
B. Reread to be sure I haven’t missed any
of the words.
C. Decide on why I am reading the story.
D. List what happened first, second, third,
and so on.
19. While I’m reading, it’s a good idea to:
A. See if I can recognize the new
vocabulary words.
B. Be careful not to skip any parts of the
story.
C. Check to see how many of the words I
already know.
D. Keep thinking ofwhat I already know
about die things and ideas in the story to
helpme decidewhat is going to happen.
20. While I’m reading, it’s a good idea to:
A. Reread some parts or read ahead to see
if I can figure out what is happening if
things aren’tmaking sense.
B. Take my time reading so that I can be
sure I understand what is happening.
C. Change the ending so that it makes
sense.
D. Check to see ifthere are enoughpictures
to help make the story ideas clear.
in In each set of four, choose the one
statementwhich tells a good thing to do to
help you understand a story better after
you have read it.21.Afer I’ve read a story, it’s a good idea to:
A. Count how many pages I read with no
mistakes.
B. Check to see if there were enough
pictures to go with the story to make it
interesting.
C. Check to see if I met my purpose for
reading the story.
D. Underline the causes and effects.
22. After I’ve read a story it’s a good idea to:
A. Underline the main idea
B. Retell themain points ofthewhole story
so that I can check to see if I understood
it
C. Read the story again to be sure I said all
of the words right
D. Practice reading the story aloud.
23. After I’ve read a story it’s a good idea to:
A. Read the title and look over the story to
see what it is about
B. Check to see if I skipped any of the
vocabulary words.
C. Think about what made me make good
or bad predictions.
D. Make a guess about what will happen
next in the story.
24. After I’ve read a story it’s a good idea to:
A. Look up all of the big words in the
dictionary.
B. Read the best parts aloud.
C. Have someone read the story aloud to
me.
D. Think about how the story was like
things I already knew about before I
started reading.
25. After I’ve read a story it’s a good idea to:
A. Think about how I would have acted if
I were the main character in the story.
B. Practice reading the story silently for
practice ofgood reading.
C. Look over the story title and pictures to
see what will happen.
D. Make alist of t^gs I understood the
most.
Adi^ted fi-om Schmitt, M.C. (1990). A
questionnaire to measure children’s awareness of

















































Whiz! The baseball went right by me, and I struck at
the air!
"Strike one," called theman. I could feelmy legs begin
to shake!
Whiz! The ball went by me again, and I began to feel
bad. "Strike two," screamed the man.
I held the bat back because this time I would kill the
ball! I would hit it right out of the park! I was so scared
that I bit down on my lip. My knees shook and my hands
grew wet.
Swish! The ball came right over the plate. Crack! I hit
it a good one! The’ I ran like the wind. Everyone was





(Student Booklet page 47):
Comprehension Questions
and Possible Answers
Level 2 (118 words 13 sent.)
Imagine how you would feel if you were up to bat and this was
your team's last chance to win game! Please read this story.
Whiz! The baseball went right by me, and I struck
at the air!
"Strike one," called the man. I could feelmy legs
begin to shake!
Whiz! The ball went by me again, and I began to
feel bad. "Strike two," screamed the man.
I held the bat back because this time I would kill
the ball! I would hit it right out of the park! I was so
scared that I bit down onmy lip. My knees shook and
my hands grew wet.
Swish! The ball came right over the plate. Crack!
I hit it a good one! Then I ran like the wind. Everyone
was yelling forme because I was now a baseball star!
(mi) 1. What is this story about?
(a baseball game, someone who gets two strikes and
finally gets a hit, etc.)
(f) 2. After the second strike, what did the batter plan to do?
(hit the ball right out of the park)
(inf) 3. Who was the "man" in this story who called the strikes?
(the umpire)
(t) 4. In this story, what was meant when the batter said, "I
would kill the ball"?
(hit it very hard)
(ce) 5. Why was the last pitch a good one?
(because it went right over the plate)
(ce) 6. What did the batter do after the last pitch?
(The batter hit it a good one and ran like the wind.)
Miscue Count:
O I S A REP REV
Scoring Guide
Word Rec. Como.
IND 1 INO 0
INST 6 INST 1-2




























6 Science Social Studies
7 WR Como. WR Como.
8
9
Check consistent oral reading
difficulties:




word by word reading single consonants main idea
omissions consonant clusters Actual
substitutions Iona vowels terminoloav
corrections short vowels cause and effect
repetitions vowel dioraohs inferential
reversals diohthonas drawing conclusions
inattention to punctuation syllabication retelling
word inserts use of context
reouests word help basic siaht
arade levei siaht
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